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To attempt to formulate goals for the educational system of any 
society is a difficult undertaking. For questions of goals are norma- 
tive questions, answerable only in the context of the conflicting value 
systems that characterize societies. The attempt is further complicated, 
of course, when a futuristic orientation is adopted. For then one is 
compelled to deal not only with the competing value positions of the 
present, but also with the uncertainties of that emerging future. 

Two approaches are suggested. One is to identify dominant themes 
out of education's past, trace the development of these themes up to the 
present, and then proceed to project them systematically into the future. 
The other is to attempt to forecast alternative futures for society, 
identify the points at which education might intervene in bringing 
about the desired future, and then formulate educational goals appro- 
priate to that future. 

Each of these perspectives has its merits. The first, the 
historical perspective, is useful, indeed essential, in that it provides 
a backdrop against which to analyze the contemporary scene and compare 
the implications of alternative, postulated futures. The second, the 


futuristic approach, serves to correct for the lag that usually sets in 
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when simple projections are made from the present to the future. 

In this paper, an attempt is made to combine the two approaches. 
First, we trace, in broad perspective, some of the major themes and 
trends that have fed the mainstream of educational thought up to the 
present. Next, we take stock of the contemporary scene. Then we postu- 
late alternative images of the society that is likely to exist a decade 
or so hence. Finally, we propose goals for the educational system that 


will serve the society of the future. 
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GOALS OF EDUCATION: SOME PERSPECTIVES 


Analysts of education have tended to view the question of goals 
in various ways (Downey, 1960): (1) in terms of the aims which educa- 
tion should serve for the individual and his cultural environment; 

(2) in terms of the relationships between the purposes of education 
and certain basic philosophic positions; or (3) in terms of education's 
interaction with the society that it both serves and shapes. 

Each of these views has provided an alternative context for the 
continuing dialogue on the goals of education; each contributes to our 


overall perspective on the issue. 


1. Atms of Educatton tn Histortcal Perspective 

What has been referred to as the conservative atm in education 
probably originated in primitive societies, though it reappeared in 
ancient Chinese and Hindu cultures. The conservative aim is, essen- 
tially, the preservation of the socio-cultural status quo, the trans- 
mission of a comparatively static social order from generation to genera- 
tion. The educational conservative is still with us; he regards educa- 
tion as the cultivation of patience, of resignation and of docility. 

The Greek city-state of Athens broke with the conservative tradi- 
tion of the Orient and espoused a kind of progressive-conservative aim, 
in which the desire to preserve the social status quo was tempered with 
a counter desire to develop the individual. Indeed, in the Greek view, 
the citizenship aim became paramount -- the well rounded individual who, 


in turn, would contribute to the well being of society. The citizenship 
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aim is also still with us; indeed, the development of well rounded 
citizens is, in the view of many, the primary aim of education. 

The Chrtsttan Salvatton atm arose from the Judaeo-Christian 
influence. In it, the secular, the civic, and the naturalistic were 
replaced by the religious and the supernaturalistic. This other-worldly 
ideal of education reached its zenith in the monastic life of the middle 
ages. It has persisted to the present as a dominant theme in some 
schools of educational thought; it has become anathema to others. 

The revival of commerce from the tenth century onward, the 
urbanization that accompanied it, the Renaissance, and the Reformation 
heralded the decline of the monastic, other-worldly influence and the 
emergence of the humanistic atm in education. This aim brought together 
several themes and ideas: the Greco-Roman ideal of a liberal education; 
the Christian ideal of immortal salvation; and the code of chivalry of 
medieval times. Erasmus expressed this aim as follows. 

The first and principal function is that the tender spirit 
may drink in the seeds of piety, the next that he may love 
and learn thoroughly the liberal studies, the third is that 
he may be informed concerning the duties of life, the fourth 
is that from the earliest childhood he may be habituated in 
courteous manners. (Woodward, 1904, p. 73.) 

The pansophte aim of education owes its origin to Aristotle, but 
it received its major impetus from the rise of modern science. Bacon 
and Comenius were early advocates of the pansophic view: that educa- 
tion should take the whole of human knowledge as its universe. However, 
while it was the rise of modern science which created the hope that an 


accurate protrayal of all knowledge ought to be a feasible education 


aim, it was the subsequent explosion in science that made the aim 
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impossible to attain. 


The hopelessness of the pansophic aim was recognized by John 
Locke, who suggested that the purpose of education is ''not to make the 
young perfect in any one of the sciences, but to open and dispose their 
minds for learning any one of them, should occasion demand it!’ (Locke, 
1889, p. 35). Rousseau reiterated, ''My object is not to furnish his 
mind with knowledge, but to teach him [Emile] the method of acquiring 
it when necessary'! (Archer, 1912, p. 176). 

lt was an easy leap from Locke's and Rousseau's tempering of the 
pansophic view to a kind of mental discipline atm for education. In it, 
process was viewed as content; exercise for the mind was the object; 
and transfer of training was the anticipated outcome. 

The antecedents of the next significant movement in education, 
the rise of the democratization aim, are numerous: the political revo- 
lutions in America and France,which vested the common man with a new 
dignity; the industrial revolution in England, which pointed to the 
feasibility of a standard of living in which education might play a 
significant role; and the rise of nationalism, which linked the strength 
and destiny of nations to the enlightenment of their citizens. 

The mood of the times was caught by Condorcet (1743-1794), who 


expressed the aims of education thus: 


. . to offer to all individuals of the human race the means 
of providing for their needs, of assuring their welfare, of 
knowing and exercising their rights, of understanding and 
fulfilling their obligations; 


. . . to assure each one of the facility of perfecting his 
skill, of rendering himself capable of the social functions 
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to which he has the right to be called, of developing to the 
fullest extent those talents with which nature has endowed 
him; and thereby to establish among all citizens an equality 
recognized by the law; 


; to direct the teaching in such a manner that the perfect- 
ing of the industries shall increase the pleasures of the 
generality of the citizens and the welfare of those who devote 
themselves to them, that a greater number of men shall be 
capable of exercising the functions necessary to society, and 
that the ever-increasing progress of enlightenment shall pro- 
vide an inexhaustible source of help in our needs, of remedies 
for our iils, of means of individual happiness and of general 
prosperity. 


Condorcet summarized the aims in these words: ''to cultivate in 
each generation the physical, intellectual, and moral faculties and 
thereby contribute to the general and gradual improvement of the human 
race'' (Lafontainerie, 1932, pp. 323-324). 

Rousseau, while agreeing with the outcomes suggested by Condorcet, 
doubted that the institutions of his day could achieve such ends and 
proposed instead the human development atm, which was a statement of 
aims in individual rather than social terms. This regard for the 
child's own aims was the beginning of the child-centered movement. 

The influence of Rousseau was profound. Pestalozzi, in the best 
child-centered tradition, declared that: 

the ultimate end of education is not perfection in the 
accomplishments of the school, but fitness for life; not the 
acquirement of habits of blind obedience and of prescribed 


diligence, but a preparation for independent action. 
(Anderson, 1931, p. 166.) 


in America, Emerson became one articulate spokesman of the new 
point of view: 


Education should be as broad as man. Whatever elements are 
in him it should foster and demonstrate. If he be dexterous, 
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his tuition should make it appear; if he be capable of dividing 
men by the trenchant sword of his thought, education should 
unsheathe and sharpen it; if he is one to cement society by 

his all-reconciling affinities, oh! hasten their action! If 

he is jovial, if he is mercurial, if he is great hearted, a 
cunning artificer, a strong commander, a potent ally, 
ingenious, useful, elegant, witty, prophet, diviner -- society 
has need of all these. (Emerson, 1909, pp. 9-10.) 

By the turn of the century, the question of educational aims had 
been clouded by the proliferation of statements that foljiowed Rousseau. 
Spencer, influenced by the contemporary emphases on science, utilitarian- 
ism, and the evolutionary theme, attempted to impose some order in the 
articulation of what might be cailed the survival aim-in education. 
According to Spencer survival or complete living should include: the 
act of self-preservation; ability to earn a living; knowledge about 
child-bearing and child-rearing; social and political competence; and 
an appreciation for literature, art, and the refinements of culture 
(Spencer, 1896, pp. 32-34). 

Dewey, the early spokesman of the pragmatic or uttlity atm, 
argued that aims have significance only for persons, not processes such 
as education, and arise only in response to problematic situations in 
ongoing activities. Hence, he claimed, aims are to be viewed as apti= 
cipated outcomes of transactions, as intrinsic aspects of the process 
of problem solving, and as the motivating force behind the individual's 
approach to problematic situations (Brubacher, 1947, p. 20) 5 

This summary review of the evolution of education aims, though 
brief perhaps to the point of superficiality, suggests a number of 
general observations relevant to our purposes here: First, statements 


of education's aims tend to reflect the mood and the conditions of the 
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times in which they are made. Second, though views of educational aims 
tend to shift from time to time with changing social conditions, each 
view, as it emerges and fades, tends to attract to itself a degree oF 
credibility and a body of support which persist over time. (For 
example, the very early conservative aim has survived to become a con- 
temporary movement in educational tsolattontsm; the pansophic aim has 
survived to become a modern encyclopedie atm; and the survival atm is 
presently being revived as originally conceived -- though survival today 
may be dependent upon the resolution of problems not apparent in Spencer's 
day.) Finally, the evolutionary process has .tended to be cumulative 
rather than selective. Contemporary views of educational aims tend to 


reflect much of the past; only the emphases have changed. 


2. Phtlosophteal Determinants of Educational Aims 

To use, or even to demonstrate the use of, the philosophic method 
as a means of arriving at goals for education is a task far beyond the 
scope of this paper. The intent is simply to point out the relevance 
of philosophy to the issue of educational goals and to sketch in broad 
perspective the alternative educational routes that grow out of the 
various schools of philosophical thought. 

Philosophy is many things to many philosophers. In general, 
however, it might be said that philosophy performs three functions: the 
normative -- in establishing goals, norms, standards and first srincintes 
the synthetic -- in developing a coherent, logical synopsis or system 
for a whole field; and the analytical -- in subjecting the various terms 


and propositions of existing systems to stringent examination. 
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For example, one of the most important starting points of any 
school of philosophy is its basic view of man: his nature and the Dili 
pose of his existence. This basic view (perhaps along with others) 
serves as a foundation upon which a comprehensive system of thought is 
logically developed and synthesized. Or alternatively it may serve as 
the basis for the development of an analytical system for examining the 
internal consistency of developed systems of thought. 

First let us consider a few of these starting points -- views of 
the nature and purpose of man and the implications of these for man's 
development and functioning. 

in tdealism, all of the universe is a manifestation of a supreme 
spirit, intelligence, or will (depending upon the specifics of the 
idealistic position) and the phenomenal world of things and experiences 
is a derivation of this universal essence. In this view, man's basic 
purpose is to participate in the goals and administration of this 
universal spirit. 

According to the elasstcal realists, every thing and every type 
of life in the universe moves by an inner urge, ever seeking to fulfil 
itself. Man, therefore, is expected to strive for the realization of 
his predetermined potentialities or functions. 

The Christian theist holds that man was created in the image of 
God; his purpose in life is to develop that likeness and work toward an 
ultimate union with his Creator. 

Rationaltsts claim that man's distinctiveness is in his capacity 


to be rational; hence he should be guided by rational principles and 
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cultivate intellectual values and skills. 

According to the scientific realist, man is mortal, striving and 
humble. He sows in hope and reaps in anxiety. Accordingly, he must 
adjust his life to the rules of nature and base his hopes upon empiri- 
cally derived laws. 

The pragmattst (or instrumentalist) believes that man and his 
universe are constantly in evolution and that man is engaged, therefore, 
in a continuing struggle for survival. There are no absolutes, finali- 
ties, or fixed patterns. Man's purpose is to adjust to this fluid 
condition, to base Fe ee upon experience, science, and the 
interests or consent of the community. 

The extstentialtst, unlike ali other philosophers, views the 
notion of a predetermined essence or pattern of life as man's supreme 
error in judgment about his place in the order of things. Essense does 
not precede existence; instead, essence grows out of existence. 
Accordingly, no expectations should be held except for the individual 
man to shape his own being and destiny through experience and the exer- 
cise of judgment and will. 

Now one must ask: Given such divergent starting points or basic 
beliefs, how do these schools of thought differ in their views of educa- 
tional aims and in their approaches to the educational process? 

The idealist, concerned as he is with the fulfilment of the 
"universal ideal,'' views education as an instrument for the improvement 
of all human endeavors. His educational aims include: (1) vocational 


preparedness, (2) physical health, (3) aesthetic appreciation, (4) love 
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and homemaking, (5) citizenship and a sense of social justice, (6) know- 
ledge or awareness of eternal things, (7) speculative powers, and 

(8) spiritual emotions and allegiances. In all of this, the ultimate 
goal is an appropriate view of the ideal and the will to attain it; the 
model teacher is the one who attempts to perfect the total human per- 
sonality; the model curriculum is one that gives specific direction to 
the purpose; and the model school is the one in which the passing whims 
and interests of students give way to the more fundamental, universal 
purpose of achieving the predetermined ideal in the various areas of 
education. 

The realtst, committed as he is to the notion of predetermined 
potentialities in man, argues for an educational system in which these 
potentialities are identified at an early age and, thereafter, developed 
systematically by the educational system. The realist also tends to 
make important distinctions between so-called practical and rational 
activities, each of which constitutes a significant aspect of life. 
Specifically, he advocates: (i) the development of appropriate civic, 
social and practical skills by ail students; (2) the development of 
appropriate vocational skills by those students incapable of developing 
more scholarly skilis; and (3) the development of contemplative, 
intellectual skills in persons so endowed. 

The rationalist, believing that man's capacity to be rational is 
his distinctive feature, argues for a life which finds its purpose in 
the development and exercise of rational processes, and for an educa- 


tional system which shapes and sharpens this basic human capacity. 
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Hence, such educational trends as exploration with method, ambiguous 
and unspecified goals, differentiation in content, and early specializa- 
tion are seriously questioned. Indeed, the rationalist would set as 
his goals: (1) an emphasis upon liberal education and a corresponding 
relegation of vocational training to a subordinate position; (2) the use 
of classics as a vehicle for liberal education; (3) the use of logic, 
languages, and mathematics as mental discipline; (4) an emphasis upon 
the speculative disciplines and a corresponding de-emphasis upon the 
empirical disciplines; (5) a reassignment of the ''residues of society'' 
(extra-curricular and non-intellectual school activities) to agencies 
other than the school; and (6) a reaffirmation of the principle of 
equality of opportunity -- but not equalization of educational fare. 
In short, the rationalist sees man's rational life as the end of life 
itself; he argues that the truth will indeed make one whole and free. 
The pragmattst believes that personal development is best con- 
ceived as a process of guided, experiential evolution, the result of 
which is a self-disciplined and self-actualized individual who realizes 
his selfness and his freedom in the context of the democratic social 
arrangement in which he lives. The pragmatist rejects the notions of 
predetermined values, of absolute truths, and of education as trans~ 
mission; instead, he believes the aim of education should be to provide 
appropriate experiences, appropriate environments, and appropriate 
guidance to enabie the learner to deal with his own problematic situ- 
ations and to discover knowledge for himself. 


As indicated, the existentialist refuses to accept any predetermined 
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purpose for man. He expects man to ''be'' before he ''becomes.!' The 
existentialist agrees with the pragmatist that experience is the basis 
for scientific knowledge and human values and truths. But, to him, 
truth and knowledge is that which can be verified in practice and in 
consequences; so man must be free to select, from available empirically- 
based knowledge and vaiues, whatever suits his purposes. Furthermore, 
there is another domain of knowledge with which the empirical sciences 
do not deal: the realm of the inner man. 
it follows that the existentialist specifies the goals of educa- 
tion in terms of: (1) maximum freedom of student choice with respect 
to materials and modes; (2) the widest assortment of curricula for 
student use; and (3) maximum opportunity for teacher autonomy -- the 
only constraint being the desires of the student. Ralph Harper defines 
the good existentialist teacher as one who: 
. . aims to produce, not replicas, but men and women who 

stand apart from him even more distinctly than when he ries 

met them. The good teacher does not want imitators, but 

rather, men and women who through their education have 

experienced the shock of discovering the infinite depths of 

the world and truth without giving up any of the partial 

truths they have encountered along the way. ... A 

teacher knows that he has succeeded only when he has evi- 

dence that his pupils can hold something to be true that 


he himself is convinced is true, without having come to 
this truth by imitating the teacher. (Harper, 1955, p. 237.) 


- 


3. Socto-economic Determinants of Educattonal Aims 

Many of the social and economic antecedents of changes in educa- 
tion's aims have already been noted, at least implicitly. One could 
proceed to catalogue and discuss others: the technological revolution; 


industrialization and urbanization; shifts in the demographic composition 









< - a ae _ ’ Six. . say > fe : 
7 4 iw : see ii 7 
ii * 7 
Aa 
a i 7 ' 
' fh p i ie -~ rts 
' — 2 


edt". cemeanad” off e109sd “sc! O92 cem esoogee oH oem 108 ee 
= 








eliediscdd. 2) sonel.oqes tat. 14!) termere ato Mtiw eeoyge Tee reese 
? 


aelst oF 508 . , 222 bhe eaule> cite’ bea Spbaiwond silaeeloer 


a 


























nt BS solsonta #) baltivev ot nea soltw cady 2 egbotwond BABS 
ry(iepixiame sidetiaye mai? ,Jse\ee G2 set) 50 J2um AGH Oe 7  269R0NRe 

eters? nezodivg ald esive \eveieth , 2901 6y ae SboSiw me 

Seonatoe [saisians veri ars iw da iw agbainone ‘tr Laan STONE 44 


- 


fen rethi-eiy to cleet ont -iseb 360° 


exibe. ‘9 2) sap « slitinace grilelsaatziane wid Jeco.2r0lte? 9) 
rpages? 3 iw eslodiis. Jasbyute fo Mebee”? punAém / {Jo enebh 0) SOR 
107 eiysl 2 So Jnemd wets teetiv ols (S$) ; cabo foe 2)e)secRiee 


$43. -" \yoenotus IeC>e2 y vein O00. mgmisen (2) Ste: 20 Jeera 


aaniteb. 1807GH falar inehul2. eri) 2 25 


AY 
i. 
4 


j Pare be vi o- 


tL 
a 
ow ond 26  retlsses Pelinldaspa lee. beee and 


Or neetow ONS (al tHO ,. @H54.1nS OM. ¢ SPUDHIG .O2 oni eG A 

Fe91% eA ceciw oeds SHI ZiID Ot neve maid mgs) TRS ONEIZ 

gud ,2.O2a) | ive ton ee0b verses? Houp off ven? tem 

SV60 nolJeaubs i/als "eyout: ofw~ nenow bans nem |, SRE 

2 2fisase atiniini aris oO HiHoIe'h 2g fre @f) boone) seme 

Pei318a Sy To YNe qu enivig guodiiw Ay ons DTW One 

2 A Yaw off? Ghule GaIStAvOsns wad years eae 


-1V8 28 of rote e11o DebesDOUr fbf SA Jarl? ewonun Jase - 
a2 60%) 26 67 onititemoe biot neg etleug ein Jo) apna 
2 = OF BORD Oni ver JuOrTiw ,ewtl z) oeonivnos ef I iseni dae 


- ’ nine , 
: a) = hoes eG yeh! 7 9q tH) Wane) wii piitezin! yd drusy.acee 









RAPA Seecoktomdd to ctrurercesed +) somne egy 
3 atnobsaerce simerose brs falsoe es -_ yout 
re er 

: ida pat as oe need ybestte « 


> bau: seb 6 supp 
eth baie. 





ai 


- {4 - 


of society; geographic and social mobility; advances in the modes of 
communication and transportation; the rise of the middle class; the sub- 
sequent quest for power by the underprivileged; and so on. But these 
are oft-repeated stories; evidences of their validity are all around us. 

One development, however, both economic and social in nature, may 
deserve some special attention, for educators do not yet appear to have 
come to terms with it ina realistic way. It is this: the gradual 
decline of work as a way of iife and as an ethic and the implications of 
this trend for man's style of life, in general, and for his education, 
in particular. 

in a subsistence economy, virtually the whole of man's efforts 
are invested in the maintenance of life; education, in whatever form, 
has the sole purpose of developing the skills required for survival. 
in a surplus economy, in which production exceeds consumption, it is 
possible to sustain some sectors of the population in pursuits not 
directly associated with the provision of the necessities of life; 
education, in this circumstance, becomes formalized and the opportunity 
for education is typically extended to more and more people, in larger 
and larger amounts -- as the economy becomes more and more a surplus 
economy . 

Technological advances and increased efficiency in production 
have, over the past few decades, enabied North America to develop some- 
thing of a super-surplus economy. in education, the result has been 
increases in opportunity, initially, up through the high school but, 


more recently, to the post-secondary level. The other result has been 


























~ py + - 


at 


6 sabow sii nl eesnevGe “sys titdon leloor pra ci daanpose (were 
“dus sft s226/5 sfbbim sii fo a2) ) ay jo) Pei togens7T Ons OG TS eRIM 
Saati 700 sno o8 baa jbape/iylcaishaw sat yd \ewod VO? F2eeup. IA 
say bauois Hie sie vaibi(av ileds Yo eornsbivy sealvore be76sqe7-98 * 
ae 


Yen ,svu7en ni} lalsoe ban Simonass dtod , ve Swicit! ,Inamgqo!/evab and 





even oF wseQ0G6 Jey 360 0} 2103 G9ub9 VOT ,fo1 I HArTé6 igisece sence svi saab © 
fSUDGip efy seine 2! 7) «vow Sigel leet oor 7) SPiw ast oF 203 

"6 analgeai lami ert bone alatis ne 8S toé Gt! to ves © 26 stow TC oni fost: 
nelzeovbe eid sot ine ,leverap Gc! ,stl) fo sivre «sam 101 beeia Bee a 
selvaltseq wt : 
z210%1s e# nem to sion dy yileusiiv .yeonesea soneteleduz onl _ 


smio? Favevearw ai \nolisoubs ;0?)! Yo sonsnozn an ene al bedéeveal Se i 
e - 


beVIVIUS SQ? berivpsr cilide el? eciqclevet Ye seoquuq sioe Sir Gar " 

2) £1 ,nb1dqMMeNCD zbeeoxy Nols DUbOX" Asi 2) ,ymonoas eulQtue a om 7 
foo aziuesug Ai Aeiyéluqoa e340 2103388 “ice nisteuse oF sidi2zeeg | ; 
SO21E Yo eaitl 2esn48n st Jo nol2ivor a2 Aziw bereizocee yi tos th 9 
¥sinusiegge S72 bat vasiferie? gemosed  osnezemus iin ates at nol soube” 
7ep78! TH, ~eiqose avon bas s.0m oF bebretxs yl lasiqy: cl neléeoube wh 


2UIGQ3Ue, & S107 bis 976m zomcred yiorces sty 26 << es quonm Too" e! be ie 


ae SV 
: 2 ager 


a. on 289NGvie 165! p0londsel al 


oo” 22S aaenaeea ee 


Pe = . ' 







- 


| 


ye ine pea Ta 
7 4s, - Se cee 4 


= 15 = 


to increase the spare time of those who, in a less productive economy, 
would continue to work. 

The sociological consequences of this development have been 
profound, In earlier times, jieisure was not something earned through 
increased productivity; it was a privilege of birth. Later, during the 
emergence of the middie class, leisure was not viewed as something to 
be desired; on the contrary, hard work was considered to be the way to 
success and so became the dominant value or ethic of the middle class. 
More recently still, as the middie class has achieved a degree of 
affluence, leisure has become more and more available; it is accepted, 
however, with uneasiness -- partiy for ethical reasons and partly because 
very few individuals have any skill in coping with it. 

Of course, this phenomenon has been recognized by educators. And 
attempts have been made to prepare people to deal with leisure. But 
typically, these attempts have taken forms which would suggest that the 
motive is simply to prepare individuals to use up their excess time, to 
fill an uncomfortable gap, to salve the conscience of individuals who 
have learned to view idleness as evil. 

Nevertheless, the aim of preparing people for a leisure-oriented 
rather than a work-oriented society has cecently received some attention 
in educational thinking. The current tendency to encourage dabbling in 
the arts and the like (whether there is talent or not) may not persist; 
but preparation for leisure will undoubtedly increase in importance as 


an aim of education. 
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THE CONTEMPORARY SCENE 


At the outset, two general observations might be made regarding 
the current scene in educational thought. 

The first, as Bellack (1969) points out, is that educational 
analysts and reformers tend to adopt an ahistorical perspective or, as 
Goodlad (1966) laments, to approach ''the persistent recurring problems 
. . « in the naive belief that no one jooked at them before.'' It is for 
this reason that we have prefaced our discussions of the present and the 
future with a brief historical perspective. 

The second, as Downey (1965) has claimed, is that the various 
so-called reform movements are tending to proceed somewhat disjointedly, 
indeed, sometimes in apparent conflict with each other. In short, 
current educational belief continues to lack unity, coherence, internal 
consistency. It is for this reason that we have prefaced our discussion 
further with a brief philosophical perspective. 

The major, competing trends, observable on the contemporary scene, 
and reflecting divergence in views regarding educational aims, are as 
follows: 

1. Attempts to derive from the nature of knowledge itself 

appropriate specifications of the aims, substance, 
methods and outcomes of education. 

2. Attempts to find in the various modes of scholarly 

inquiry appropriate aims, substances and methods. 

3. Attempts to find in the various types and levels of 


cognitive processes appropriate guides to 
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educational objectives. 

4, Attempts to pay attention to the affective dimensions 
of learning, in the belief that this domain is not only 
of prime importance, in its own right, but also that it 
is prerequisite to satisfactory progress in the cognitive 


domain. 


1. The New Knowledge Aim 

Cremin (1965) has contended that one of the most important 
recent events in education was the claim by Bruner (1960) that ''any 
subject can be taught effectively in some intellectually honest form to 
any child at any stage of development.'' This claim has effectively 
called into question the concept of ''readiness'' and has stimulated no 
end of curriculum projects, the aim of which has been to introduce the 
substance of the various academic disciplines at earlier and earlier 
stages in the education process. 

This development, however, has led to a rephrasing of some old 
questions: (1) It may be that anything can be taught, but what, in 
fact, should be taught? When? Why? And in what form? (2) \s there 
such a thing as untty and wholeness In education? Or should the sum 
of the emerging fragments be considered adequate? (3) Will the down- 
ward push of substance inevitably lead to hardness in education? And, 
hence, to elttrsm? 

Schwab (Ford and Pugno, 1964), in his treatise on the substantive 
and syntactical structure of knowledge and the disciplines, has given 


‘considerable impetus and form to the development of the knowledge aim. 
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in his view, the appropriate substances of learning are the dominant 
themes, the conceptual systems of the various fields of study, and the 
appropriate methods are the distinctive modes of inquiry characteristic 
of these disciplines. Given such substances and methods, aims are 


self-evident. 


2. The New Method Atm 

Schwab is, in a sense, an advocate of both the knowledge aim and 
the method aim. His emphasis upon ''syntactical structure,'' the rules 
of inquiry of the various fields of study, is really an emphasis upon 
method -- albeit a very specific view of method. 

Parker (1966) proposes what he calls a ''process as content'' view 
of education, in which the chief aim is the development of expertise in 
the skills and strategies of all forms of inquiry. 

Kliebard (1968) tends to support both the knowledge aim and the 
method aim when he argues that to select educational goals from the 
social milieu is dangerous, because of the fluid nature of society; 


instead, he proposes, aims should be found in the field of study, itself. 


3. The New Cognitive Arm 

Bloom's Taxonomy of Educattonal Objectives (1956) has probably 
been the greatest single influence in the reshaping of educational aims 
over the past decade -- particularly at the operational or classroom 
level. In Bloom's schema, stages or levels in the cognitive processes 
are carefully specified. These are: (1) knowledge of facts, conven- 


tions and generalizations; (2) comprehension, or the ability to translate, 
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interpret and extrapolate; (3) application; (4) analysis of elements, 
relationships, and organizational principles; (5) synthesis; and 
(6) evaluation or the application of judgment in terms of both sera 
and internal evidence. 

Some teachers and curriculum workers have found it possible to use 
this taxonomy as a framework for the development of materials and tech- 
niques; in this way it has had a profound influence upon the setting of 


educational objectives. 


4. The New Affective Aim 

Less than a decade after the publication of the taxonomy in the 
cognitive domain, Bloom with Krathwoh| (1964) released a second taxonomy, 
this time, Handbook 11: The Affective Domain. Bloom's conceptual 
separation of the learning processes into a cagnitive domain and an 
affective domain is based upon the assumption that the modes of learning 
appropriate to the experimental and empirical sciences are quite differ- 
ent from the modes appropriate to the arts and humanities. And although 
the two modes might be called into play interchangeably in any learning 
situation, it is important to plan learning experiences in such a way 
that the objectives in both domains are systematically attained. 

Initially, the long-awaited Handbook in the affective domain had 
little real impact either upon the reshaping of objectives or on class-~ 
room practice -- largely, it might be assumed, because educators were 
unsure how to deal with the affective, even with the aid of the new 


taxonomy . 


More recently, however, educational theorists have begun to 
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speculate about the possible primacy of the affective in all life pro- 
cesses. Accordingly, a tendency is just now emerging, to give emphasis 
to the objectives in the affective domain and, further, to SEE 
that, if appropriate attention is given to the affective, then cognitive 


skills are likely to develop naturally and with greater ease. 


In swnmary, then, it might be noted that, currently, there appears 
to be an inclination to return to the knowledge aim and the rattonal atm 
in education. There appears also, however, to be something of a counter- 
inclination to reinstate the human development aim. 

Goodiad (1968) points to a number of recent developments which 
have implications for the role of education: (1) a gradual decrease in 
the school's potency as an educative force and a corresponding increase 
in the potency of other institutions; (2) the gradual obsolescence of 
current educational practice in the context of today's culture; (3) a 
gradual increase in the importance of technology in education; and 
(4) a gradual transition from human-based instruction to machine-based 
instruction. He sums up the moral of these trends as follows: 

| think anyone of the ringing statements of goals for 
American education of the past forty or fifty years could 
serve as significant goals to guide us in the future. Two 
opportunities lie before us. The first is the humanization 
of content; the second is the humanization of the entire 
instructional environment. 

The experiences that a child meets in school dont pro= 

vide anything like an antidote for what that child is exposed 
to in the rest of his waking hours. By comparison with the 

intensity of these many other stimuli the impact of schooling 
is low. We appear to be loathe to counteract the formidable 


array of violence, cruelty, dishonesty, and inhumanity to 
man transmitted to the child through a variety of media. So 
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this provides a challenge to relate content to human needs and 
concerns. 


In addition to content, we need to redesign every phase 
of the human relationship in learning in order to make the 
total impact more intensely human. (Goodlad, 1968, pp. 14-15.) 
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IMAGES OF THE FUTURE 


Attempts to catch glimpses of the future take many forms, ranging 
all the way from tea-cup reading to scientific projections. Somewhere 
in the middle of this continuum are the kinds of fanciful, tongue-in- 
cheek prophesies of R. McNair Wilson in Pygmalton, Aidous Huxley in 
Brave New World and H. G. Wells in Anttetpattons; these and other science- 
fiction-like forecasts, of the early part of the century, were sometimes 
comic, sometimes chilling. Toward the scientific end of the continuum 
are the modern-day forecasters such as Olaf Heimer of Rand Corporation, 
Herman Kahn of the Hudson Institute and members of the Commission on the 
Year 2000 created by the American Academy of Arts and Sciences. 

The modern scientific methods (some would claim pseudo-scientific 
methods) of studies of the future include: (1) short-term projections 
of so-called ''hard'' data such as economic trends; (2) longer-term fore- 
casting of general trends, largely through intuitive, heuristic methods; 
and (3) the application of macro-historical perspectives with all their 
limitations. 

Of course, futurists do not claim that absolute futures can or 
should be predicted. Instead, the futurist's aim is to sketch alterna- 
tive, possible futures, to point out the opportunities for choice, and 
to calculate the probabilities of various choices being realized. In 
short, the goal of futurism is to inform the process of social planning, 
not to replace it. 

in light of all of these considerations, it is clear that a 


-detailed treatment of the future is far beyond the limits of this paper. 
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Instead, we intend only to suggest a series of trends which seem likely 
to continue into the future and to present these largely without docu- 
mentation and without considering the ways in which they could or might 


be altered through changes in social policy. 


Trend #1. Continued Industrtal Growth and Development. 


This trend will be manifest in increased productivity per spacial 
unit in agriculture and forestry; a corresponding reduction in 
the space allowed for these industries and an increase in the 
space allowed for recreation industries; and an increase in all 
forms of urban industrialization. 


Trend #2. Continued Accumulation of Knowledge and Pertodte Break- 
throughs in Setence and Technology. 


This projection is really a further projection of the technolo- 
gical ''surprises'! that have characterized the past few decades: 
lasers, technologies of communication, new materials, labor 
saving devices, and so on. 


Trend #3. Continued Economic Growth and Per Capita Productivity. 


Manifestations of this trend will include: continued growth in 
G. N. P.; increasing affluence; and increasing differentials 
in personal wealth. 


Trend #4. Increasing Population and Urbanization. 


Through control of disease, the average life-span will be extended; 
actual population will increase, though at a declining rate; 

by 1980 about 80 percent of the people will live tn cities and 

the actual number of urban residents will be about the equivalent 
of today's total population; and urbanization in some areas will 
result in megaiopolies. 


Trend #5. Continued Automation and Cybernatton in Industry. 
This will result in a reduction in work and a corresponding 


increase in leisure; de-emphasis on the primary and secondary 
fields of employment (concerned with production) and a new 
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emphasis on the tertiary fields (concerned with service); and a 
gradual erosion of the work ethic in favor of a leisure-oriented 


life. 

Trend #6. Continued Erosion of the Physical and Soetal Environment. 
This will manifest itself in air pollution, water pollution, 
and destruction of ecological balances; a bee-hive-like habitat 
in the city; and increasing mental disorders and social conflicts. 

Trend #7. Snifte tn Political Power. 
The current challenges to institutionalized authority and the 
emergent quests for power (black power, red power, people power) 
will escalate and become global in the shrinking world of the 
future; as a result, the bases of power will shift toward the 
common man and the underprivileged. 

Trend #8. Shifts tn Culture and Values. 
The mounting cultural revolution (manifest in the transformation 
of the church, restlessness in youth, alienation in large seg- 
ments of society, intercultural confrontations, anti-establish- 
mentarianism and so on) will gain momentum and eventuate in the 
institutionalization of change; large-scale value splits; the 
demise of the ''!melting pot'' concept of culture and the rise of 
the ''mosaic''; and behavior norms which are this-worldly, secular, 
humanistic, pragmatic, hedonistic and existentialist. 

Again it must be emphasized that, although these predictions are 
the kind that most futurists would regard as safe, they are, neverthe- 
less, nothing more than educated guesses. At least two kinds of inter= 
vention must be contemplated: (1) a major social catastrophe such as 
war, famine, revolution or the like; and (2) major changes in social 
policy to intervene in the course of ongoing events. 


Education is, potentially, the most potent of the non-violent 


forms of intervention in the course of human affairs. Accordingly, our 
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statement of educational aims, to follow, takes note of these glimpses 
into the probable future of society; and it reflects not only the need 


of education to adapt to the future, but also its responsibility to 


intervene in the shaping of the future. 
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GOALS OF EDUCATION FOR THE FUTURE 


Two assumptions guide us in our attempt to move logically from 
the foregoing considerations of the past, present, and future to a 
statement of proposed goals for education in the future: (1) since 
the future is likely to be shaped, to a considerable extent, by the 
past and the present, much of what is current in educational thought 
ought to be relevant to the future; but (2) since the future is also 
likely to differ, in important ways, from the past and the present, 
new thinking is required to keep education in tune with the impending 
future. 

So we ask: Which of the various themes, current in educational 
thought, could and should be projected into a view of education's aims 
for the future? Which of the anticipated future events or conditions 
are of significance to education and how should these be incorporated 
into our view of education's aims? 

1. In general, our prediction is for a future in which the 
individual is in danger of losing himself ina bee-hive-like habitat 
which is the city, of losing his identity in a complex of institutions 
which is society, and of losing his emotional stability in a stressful, 
leisure-oriented, value mosaic which is his cultural environment; our 
prediction is also for a future in which the very fabric of society 
may be threatened by power struggles between socio-economic sub-groups, 
by value conflicts between generations and socio-cultural groups, and 
_ by the lack of purpose and direction which accompany the demise of the 


value system; and finally, our prediction is for a future in which the 
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physical environment in which man exists may be threatened by continued 
economic growth, with its attendant pollution of the air and water and 
destruction of ecological balances. 

Hence it is proposed that an over-arching goal of education in 
the future ought to be: to educate for the survival of the tndividual, 
for the survival of a tolerable phystcal and cultural envtronment, and 
for the survival of some form of soctal order. 

2. A further prediction is for a continuing accumulation of 
knowledge, periodic break-throughs in the physical sciences and related 
technologies, and new advances in the behavioral and social sciences. 
Not only may we anticipate all kinds of new knowledge, but we may also, 
hopefully, anticipate new knowledge about how man may be able to extend 
his capacity to cope with knowledge. 

Accordingly, it seems appropriate to reaffirm the intellectual 
goal of education: to educate for the fullest use and extension of 
man's intellectual powers -- at first through established approaches to 
the substance and modes of thought of extsting domains of knowledge, 
and, ultimately, through higher and higher modes of scholarly inquiry, 
as yet unspecified. 

3, Another prediction is for a work-world in which employment 
will increase in the service industries and decrease in the production 
industries, and in which the amount of work required of the individual 
will decrease and his leisure will increase correspondingly. 

it follows that the time is not far off when iz will be inappro- 


priate to view education as preparation for work. Indeed, it may be 
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appropriate now to declare in favor of a counter aim: to educate fora 
letsure-ortented soctety -- tn whtch what work there ts wtll take the 
form of service to mankind and in whtch tnereased letsure may become the 
opportunity to live the full itfe. 

4h. Still another prediction is for a future in which value systems 
and regulatory systems will be subjected to continuing scrutiny and 
periodic revision. The shocks to daily life and to established mechanisms 
for public policy and decision-making are likely to be threatening to 
the point of trauma. These circumstances, along with the closeness of 
the anticipated urban environment, could lead to a demoralization of the 
individual and to increases in emotional disorders. 

Accordingly, it is proposed that renewed attention be paid to 
the self-development aim of education: to educate for the development 
of self-actualized, autonomous individuals -- competent in both the 
cognitive and the affective approaches to social phenomena and dtsposed 
to be both accommodating and assimilating of the soetal environment. 

5. Finally, it is anticipated that the physical environment wil] 
continue to deteriorate through pollution and intrusions upon nature's 
ecological balance. This deterioration may be checked, in part, through 
government regulation. But the problem will only be resolved through 
the education of citizens. 

it is proposed, therefore, that education adopt another kind of 
survival aim: to educate for the development of a soctal consetence, a 
desire on the part of the individual to do all that he can to preserve 


and improve the environment tn whieh man ltves. 
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A FINAL WORD 


Years ago, George Counts posed a question: ''Dare the schools 
create a new social order?'' Since then, the question has become the 
basis of a continuing argument as to whether educational institutions 
ought to lead society or take their leads from it, shape society or 
be shaped by it, engage in social reconstruction or preservation of 
the social-cultural status quo. 

The argument now appears to be rather pointless. Schools do not 
create new social orders -- directly. But they obviously do influence 
individuals who, in turn, have a say in the choices that societies 
make as they shape their futures. 

It could be claimed, with some justification, that education has 
played a role in bringing about many of the current circumstances and 
events which, in turn, have caused much of our uncertainty about the 
future. 

It seems only proper that education should now assume a share 
of the responsibility for preparing citizens to make the choices needed 


to create the future in which they would wish to live. 





Ly 


, 



















c 
4 

GHW. JAUL IA 7 

am, 


ub « boezod 2imted sp3Gee oes ia 


« 
~ 
=> 


elannge * 


t 


ait? .sinogad o: etd n ats (Aap eoaté Ssh léicee wen 


eneisuPizeni ‘erncisaoybs, .9lderlw GF 6 JGSRERIe Bneuit Mieg & ziesd 


OuP zuze}2 | ‘hi aie te 
“oe 


3an7 oO Floortsed siiniog ieee sd OF 2168006 Won JAS os oT 


Ss4n6\ Fr t vi 2001 eric yen? 704 138" \o " 2138030 (hiage «sn senna | 


2aljyalse 45lors ad | & 4ved ws a aa ‘eubl toes 


27 it sq6ce yor? 26 sag 


aaF fC S65ubs J 63 . 161? ’ ? aw ,beriait ad Dl eas 9} 


mr 
aS eeone 7 amis | AAS Tus Ss io y 7 ied at = Prana das) sto 6 bevel 


Tey i lw 


ot ¢ e fe » be > i a Sw 7 bs 
Stade 6 smile ipiwie Anis » Secs t9oghiQ yino sehen 


beaSSN e65i0No - i 23 2NOL. 4D Oh \6qgs4g Yo? ¥ Bi ies) aft 


Y =) 


Sya }> OF ie iW Bb )hoow von? Adlfiw fi a+ wate 





= 30 = 


BIBLIOGRAPHY AND REFERENCES 


Anderson, L. F. Pestalozat. New York: McGraw-Hill Book Company, 1931. 

es dda pili Work and Levsure. London: Routledge and Kegan Paul, 
1961. 

Archer, R. L. Rousseau on Education. London: Edward Arnold and Company, 
912; 

Bellack, A. A. ''History of Curriculum Thought and Practice,'' Review of 


Educattonal Research, Vol. XXXIX, No. 3, June, 1969. 


Brightbill, C. K. Educating for Letsure-Centered Living. Harrisburg: 
The Stackpole Company, 1966. 


Brubacher, John S. A Atstory of the Problems of Education. New York: 
McGraw-Hili Book Company, 1947. 


Brubacher, John $. Modern Philosophies of Education. New York: McGraw- 
Hill Book Company, 1969. 


Bruner, Jerome S$. The Process of Educatton. Cambridge: Harvard Univer- 
sity Press, 1960. 


Counts, G. S. Dare the School Butld a New Soctal Order? New York: The 
John Day Company, 1932. 


Cremin, L. A. ''The Genius of American Education,'’ Horace Mann Lecture. 
Pittsburgh: University of Pittsburgh Press, 1965. 


Dewey, J. Democracy and Education. New York: The Macmilian Company, 


1916. 


Downey, L. W. The Secondary Phase of Education. New York: Blaisdell] 
Publishing Company, 1965. 


Downey, L. W. The Task of Public Education. Chicago: Midwest Admini- 
stration Center, University of Chicago, 1960. 


Donohue, T. W. Work and Education. Chicago: Loyola University Press, 


1959. 


Eby, F. Early Protestant Educators. New York: McGraw-Hill Book 
Company, 1931. 


Emerson, R. W. Education. Boston: Houghton Mifflin Company, 1909. 










of - 
ZHAVARTIIA QUA YHIAROG WEE tf 


‘fer .vatamod Jaol |) 'H-wewom 17OY wok .censinsey 1 


i 
‘ * ¢. a it 
, U6%-reasd one: sabsl duc iwonas 2 ietBy eh AGF 


fanned one Bon A bewhs Lepr PLY tas bad wna 2G. sueneot 



















a 
tS Geivel “",s3s756 bes. IAouod) muinoisiawy To vee Zin” A.A elt 
as 


Poel (soul .€ .of ) RYRKY < lov .Gomnesn Samu? ?ntafl 


a. 


ae tal «x 7 Sain J=-stintwad ™ + e Pager iss. ¥ > riding 


raps aia cere! ‘ad? 3 


ANOY WSH uti oo et [Gg emelend of) Qo geOrseh Ah 2 eet, —Sietinan 


Fael pyneqme) deol 111 wee _ 


; — 
| it & 
“weTQ3i4 <:eI0Y well ‘ntead “9° 48s) teshioy4 see 2 wight veivedel 


Par ¢ yaégna) aus itch 





t) piel SIS YVITEeN 


phi yan Kom Sodhd TS sHeoGticSee cz ena, Yak on 


OSPR) ,e2arF Vole _ nn * 


ce 
° T y YY uel4 “4 y rf . ts we 7 7 
ct) ino’ 3 fx » 1sJ% * A ‘ er | iia! Ni ae ete sath. yr oy 2 i) «e J 
fn ha > 
“ZERO  yoeGnes ved Aaah — as 
> & 
“Uj oa) ato, oe NOW Subs neal eA te Suma eT’ 4 2 : , 


? af 2s7% dpluder sit To yileveviny +Ap woes 4 


pyeegnod neiiimiem oT os or jek 4atiRe hep Aenea gl 


{abarete: a1oY wel acon Lo cand gies A 2 a 
2def , yoRqIND? antdel idus | ar 
‘ a = 


~inipibh Saute 4opsaid2” -post cubs qepdet to hawt, dl. 
70AP), copes \Ad- te fitztavinw Hanis aod 


stevod PRGA NG 1. saat hes the 


29. 












' = - oT wes 1 | 





aa Li. 


a et han 
r i oiicn 


= 3] = 


Fords aG. We, and L. Pugno. Structure of Knowledge and the Curriculum. 
Chicago: Rand McNally and Company, 1964. 


Goodlad, John |. ''The Educational Program to 1980 and Beyond,'! 
Impiteations for Education of Prospective Changes in Society, 
Es Ee Moniphet© and "€; 0. -Ryan, Editors. Vol. 11 of Destgning 
Eduecatton for the Future. New York: Citation Press, 1967. 


Goodlad, John |. The Future of Learning and Teaching. Washington: 
National Education Association, 1968. 


Green, Thomas F. Work, Letsure and the Amertean Schools. New York: 
Random House, 1968. 


Heimer, Olaf. Soctal Technology. New York: Basic Books, 1966. 


Kahn, H., and A. J. Wiener. The Year 2000. New York: The Macmillan 
Company, 1967. 


Kliiebard, H. M. ''Curricular Objectives and Evaluation: A Reassessment,'' 
The High School Journal, 51:241-247, 1968. 


Lafontainerie, F. French Liberalism and Education in the Etghteenth 
Century. New York: McGraw-Hill Book Company, 1932. 


Locke, J. Some Thoughts Concerning Education. London: Cambridge 
University Press, 1889. 


Morphet, E. L., and D. L. Jesser. Cooperative Planning for Education in 
1980. Vol. IV of Designing Education for the Future. 6 vols. 
New York: Citation Press, 1968. 


Morphet, E. L., and D. L. Jesser. Emerging Designs for Education. 
Vol. V of Designing Education for the Future. 6 vols. New York: 
Citation Press, 1968. 


Morphet, E. L., and D. L. Jesser. Planning for Effective UtLizedtton oo; 
Technology in Education, Vol. VI of Designing Education for the 
Future. 6 vols. New York: Citation Press, 1968. 


Morphet, E. L., and C. 0. Ryan. Implications for Education of Prospective 
Changes in Society. Vol. || of Destgning Edueatton for the Future. 
6 vols. New York: Citation Press, 1967. 


Morphet, E. L., and C. 0. Ryan. Planning and Effecting Needed Changes in 
Education. Vol. ili of Designing Education for the Future. 
6 vols. New York: Citation Press, 1967. 











¢ 
™% 
- 
y 7 7 
-_ : a _ 
i> ye 
a 
oe 
; af er Los » Reade sae 
Wises sis bem aphberyenh 6 etiehs. ORG 4 ees 
Wd?) /yientieg bras yl i.ehoM baer PO od 
me Ay yesubs ant’ | 
J } Lin } at 1 a¥s | " » 7. 2a 
| a wf Jeng ort 
} Sawn pe st is. A 
: ce } ; ere Li wi 


jontnecl ' S) secnan ) otol , sal boot 
5022 10/1 Sesdb3° lsnah oan 

‘a 

" . Lap etvatad foe". 4 2anen i aie 
4P1 .sevoH mobdsk 

. 







P , 
- A _ = i 7 'c i510 e 
’ Lee ’ 
« “ ‘ 
(FP Soria, 
- 
' my | 
‘ 
: » 
. 
‘ “ 
! 
: 
lov oa 
: 
peSiw sy $533 ' 
: : ' . 
"| . 
izo¥ We. ,2loy a Ty sv: 






+s » +a 1 . 
ad Moar io ta 2S Ju” Z . cyt _ >> ‘ F 4 


a3 . . | 
Sw HOY Hosea pe m 4 a> «vol ode 


wi Don 


Morphet,.£. UL... and C. 0. Ryan. Prospective Changes in Soctety by 1980. 
Vol. | of Destgning Educatton for the Future. 6 vols. New York: 
Citation Press, 1967. 


McLendon, J. C. Soctal Foundattons of Education. New York: The Mac~ 
millan Company, 1966. 


Modern Philosophtes and Education. Fifty-fourth Yearbook of the National 
Society for the Study of Education. Chicago: University of 
Chicago Press, 1955. 


Nakosteen, M. The Htstory and Phtlosophy of Educatton. New York: 
Ronald Press Company, 1965. 


Parker, J. Cecil, and Louis J. Rubin. Process as Content. Chicago: 
Rand McNally and Company, 1966. 


Philosophies of Education. Forty-first Yearbook of the National Society 
for the Study of Education, Part |. Bloomington: Public School 
Publishing Company, 1942. 

Thorndike, E. L. Education. New York: The Macmillan Company, 1923. 


Ulich, Robert. History of Educational Thought. New York: American 
Book Company, 1945. 


Ulich, Robert. Education tn Western Culture. New York: Harcourt, 
Brace and World, 1965. 


Whitehead, A. N. The Atm of Edueatton and Other Essays. New York: 
The Macmillan Company, 1929. 


Woodward, W. H. Erasmus Concerning Education. London: Cambridge 
University Press, 1904. 


Date Due 





e 


Printed in USA 


Cat. No. 23 233 


BRODART, INC 








